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Abstract 
 
Despite being a metropolitan city and Asian financial hub, Hong Kong has the widest 
income inequality among all developed economies. Students in the lower social class 
were confined to limited learning resources, such as access to quality school utilities 
and monetary-based learning programmes. Hence, peer mentoring could serve as a 
form of low-cost intervention implemented in schools in underprivileged district to 
provide learning opportunities for students beyond regular school lessons. 
 
This dissertation aims to explore and fill the literature gap of an unexplored field on 
how child mentors perceive their development in a peer-mentoring programme, in an 
underprivileged context of Hong Kong. Therefore, this study was conducted at a 
Hong Kong primary school, from a lower-socioeconmomic district. 15 mentors and 
15 mentees were selected from the same school, and were invited to participate in a 
peer reading programme, over the course of 6 weeks, in a total of 12 sessions. Both 
qualitative and quantitative data were collected from the mentors. The qualitative 
instrument collected pre-mentoring and post-mentoring findings, while the 
quantitative instrument collected on-going data over the 6-week programme. The 
findings revealed that these child mentors have perceived overall positive 
development. Connectedness between the mentors and mentees were found to be the 
crucial component contributing to the development of mentors. Durational factors 
such as prolonged isolation were sighted as detrimental factors to mentors’ 
development.  
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Chapter 1: Introduction 
 
Despite being a metropolitan city and Asian financial hub, Hong Kong has the widest 
income inequality among all developed economies (Wong, T. Y., Wan, P., & Law, K. 
K., 2009). According to the latest statistics from the Census and Statistics Department 
(2013), 6.5% of domestic households earn a monthly household income of $80,000 
and over. On the contrary, 15.9% of domestic households had monthly household 
income less than $8,000. Studies have shown that income disparity contributes highly 
to the achievement gaps due to the diversity in learning resources (Kim, 2005; Choi, S 
& Lemberger, M., 2010; Erickson et al., 2009). Limitations in resources confined 
students to particular social class of the living district as well as undermine their 
access to quality school utilities and monetary-based learning programmes. In other 
words, children in underprivileged family would experience significantly fewer 
learning opportunities than students in privileged family. Consequently, these 
underprivileged learners studying in schools in lower-socioeconomic district often do 
not benefit from extra learning support and guidance beyond schoolteachers. Prior 
researches have proven that persistent development of the achievement gaps would 
cause proliferation in the school drop-out and substance abuse (Hawkins, Catalino & 
Miller, 1992), contributing to long-term effects such as unemployment problems as 
adults (Caspi, Wright, Moffit & Silva, 1998). In remedy of this deficiency and 
inequality in achievement gaps, interventions, such as formal and informal mentoring 
has been put forth, which helps to compensate the lack of social resources by 
disadvantaged children (Erickson et al., 2009).  
Mentoring has always been mentioned in the mold of a relationship in which the adult 
initiates ongoing support, guidance and instructions to develop the competence of a 
younger mentee (Rhodes, 2002), where structured mentoring programmes has become 
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an increasingly prevalent phenomenon in other parts of the world; for instance in 
America, more than 5 million youth has been engaged in mentoring programmes 
(Grossman & Rhodes, 2002). However, within an impoverished context, sending 
children for additional tutoring would have surpassed their family’s monetary ability. 
While limited time offered by teachers who are already laden with lessons and 
administrative loads deem it impossible for extra duties in mentoring students. 
Therefore, peer mentoring have long been discussed and researched as an intervention 
approach to instill positive attitudes and behaviors, such as mentoring teens that are 
addicted to substances or plagued with behavioral issues related to emotional 
problems (Ott & Doyle, 2005; Coyl et al., 2004; Sprinthall et al., 1992), and training 
of professionals like nurses and teachers (Jao, 2013; Arnau et al., 2004). Across 
institutions, peer mentoring has been common at university and high school levels 
(Erickson, McDonald & Elder, Jr., 2009; Choi, S & Lemberger, M., 2010; Pyatt, 
2002), but empirical studies on primary level peer mentoring programme were scarce, 
especially programme designed to involve both mentor and mentee within the same 
school-learning context.  
 
As a pre-service primary English teacher in Hong Kong, I placed deep interest in the 
impact of an English peer-reading programme on the development of students from 
underprivileged background. In spite of the scarcity in literatures related to peer-
reading programme, there are some existing models that could offer framework and 
concepts for this research (Monteiro, 2013; LaGue & Wilson, 2010). However, none 
of these published researches are contextualized in Hong Kong or other ESL (English 
as a second language) countries, or uses second or third language reading materials in 
the programme. Furthermore, there were limited prior studies on the mentors’ own 
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perception of development (Karcher, 2008a; Hansen, 2006; Ikard, 2001), and none of 
these existing studies were focused on child mentors. This unexplored area of the 
field could provide crucial information to inform the development of child mentors. 
For these reasons, this dissertation examined the impact of English peer-reading 
programme (Big Brother, Big Sister scheme) on the development of the child mentors 
by interpreting their self-perceptions as documented and observed during the 
programme.  
 
The child mentors concerned in this study were a group of children from an 
underprivileged context. The participants in the study were KS2 students from a local 
school in a lower-socioeconomic district in Hong Kong. The study addressed the 
following question: 
 
How do these child mentors perceive their development in a peer-mentoring 
programme? 
In the coming sections, I will elaborate the literature gap concerning child mentors’ 
perceptions of their development in peer mentoring programmes. I will also draw on, 
the existing literatures to explain the key theoretical constructs and rationale for peer 
mentoring. I will then describe how I gathered and interpreted these child mentor’s 
perceptions of their development throughout the peer-mentoring programme in the 
study. 
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Chapter 2: Literature review 
 
This literature review examines international research on peer mentoring that 
informed the project. Such insight will be later used to guide the exploration of child 
mentors’ perceptions of development in a peer reading programme at a local Hong 
Kong primary school, in lower-socioeconomic district. 
 
2.1 Definition of peer mentoring 
Peer mentoring involves the dyadic relationship between two people with 
asymmetrical experience, expectations and social representation (Markova, 2005). A 
wide range of peer mentoring studies defined peer mentoring as an opportunity to 
establish good peer relationships in encouraging one another toward constructive 
actions. Researchers and educators in many contexts have also long acknowledged the 
effectiveness of peer mentoring programmes in promoting positive attitudes and 
behaviors. For example, studies on mentoring teens with substance addictions or 
emotional problems defined peer mentoring as an effective mediating method to 
promote communication with youths (Ott & Doyle, 2005; Coyl et al., 2004; Sprinthall 
et al., 1992). On the other hand, peer mentoring implemented in professional 
development trainings for teachers and nurses were defined as a system to incorporate 
feedbacks and collaboration in enhancing performance (Jao, 2013; Arnau et al., 
2004). 
 
In different parts of the world, cross-age peer mentoring programme was defined as a 
school-based measure in offering social support and academic assistance to students 
in need (Karcher, 2007a). These programmes were all targeted to assist peers in their 
own constructive ways. Further definitions suggest that through peer mentoring, 
students could hold each other accountable to agree upon standards, while learning 
environments were established where peers feel valued by one another. Mentors 
through pairs or groups were able to equip students to offer guidance and 
encouragement to their peers in the midst of personal turmoil and to encourage them 
to make a difference in their social communities (Camplongo, 2009). These peer-
mentoring programmes conducted worldwide, provide us with comprehensive 
definitions on the use of peer mentoring. The coming sections will focus on relevant 
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studies on the benefits to the mentees and mentors.  
 
2.2 Impact of peer mentoring on mentees 
 
2.2.1 Studies on sighting components of development in peer mentees 
Across the existing literatures on peer mentoring, researchers have identified some 
common developmental components related to the impact of peer mentoring on 
mentees. The development of connectedness in peer relationships have been most 
frequently documented in studies of peer mentoring programmes, where empirical 
and reported findings found strong correlation between the closeness of relationships 
and greater perceived benefits (DuBois & Neville, 1997; Rhodes et al., 2005; 
Karcher, 2005).  In some larger studies, results have indeed shown growth in the 
academic achievements of mentee, where obvious improvements are only evident in 
students that participated in the scheme for over a year, in which connectedness 
between mentor and mentee contributes greatly to such developments (Portwood, 
Ayers, Kinnison, Waris, & Wise, 2005; Rhodes, Grossman, and Resch, 2000). 
Furthermore, a report did show drastic decline in participants’ perceived academic 
competence and self-esteem, when peer-mentoring programmes were terminated 
abruptly (Grossman & Rhodes’, 2002). Later studies have refuted the assumptions 
that duration of the peer relationship has direct influence on connectedness, but 
instead point to the level of trust within peers, which is most predictive of the 
desirable outcome of scholastic competence and self-worth (Rhodes et al., 2005; 
Spencer, 2007; Goldner & Mayseless, 2009). In other words, it shows that longer 
duration does contribute to the developmental process of connectedness and trust, but 
emphasis should instead be placed on maximizing the quality of mentoring sessions in 
establishing closeness.  
 
Besides connectedness, similar researches have highlighted academic competence and 
self-esteem as the other key developmental components.  Although earlier studies 
yielded very few intervention inquiries that investigate the influence of peer 
mentoring on academic achievement (e.g., Larose & Tarabulsy, 2005; Randolph & 
Johnson, 2008), improvements in academic competence has long been sighted in most 
peer-mentoring studies (Karcher, Davis, & Powell. 2002; Rhodes, Spencer, Keller, 
Liang, & Noam, 2006; Thompson & Kelly-Vance, 2001). In more recent studies, 
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academic attainment has become a focal point with the increasing popularity of 
school-based peer mentoring (known as Big Brothers Big Sisters 
programme)(Karcher, 2005), and governmental studies on reducing achievement gaps 
in the society (Kim, 2005; Choi, S & Lemberger, M., 2010; Erickson, et al., 2009). 
On the other hand, self-esteem has been consistently linked with learning motivation 
through social interaction, in which develops into persistence and sense of 
responsibility demonstrated in academic achievements (Turner, 1995, 1997; Turner & 
Paris, 1995), and in turn has a deep relevance to the scaffolding relationship between 
mentor and mentee, as purported by the zone of proximal development (Vygotsky, 
1978). These arrays of studies, supported by learning theories of social interaction, 
has exemplified the inter-correlation of social connectedness, self-esteem and 
academic achievement as the developmental cores of peer-mentoring. Hence, these 
chef components of developments will serve to inform the current study on the 
construct and basis for assessing the possible growth of the mentors. Nonetheless, the 
studies mentioned in this section were not conducted in a lower socioeconomic 
context. As the current research is conducted at a school in a lower socioeconomic 
district, we will take a closer view of similar studies that concerns students in 
underprivileged background in the next section.  
 
 
2.2.2 Peer mentoring studies for underprivileged background 
Other studies have found that peer mentoring can be targeted at assisting 
underprivileged students. Choi & Lemberger (2010) contended that students of low-
income family would gain improvement academically through participating in a 
mentorship with an individual whom have experienced success in school. Likewise in 
another national research on nonparental mentoring (Erickson et al., 2009), 
researchers found positive indications regarding the impact of mentoring on the 
disadvantaged children. Realistically, youths with a disadvantaged background are 
less likely to be engaged in opportunities of mentoring relationship, as a result of their 
limited social resources. Hence, socially advantaged children are more likely to enjoy 
guidance and support in mentoring ties, which only serves as a complementary 
resource to them. Conversely, when disadvantaged youths are presented with 
mentoring relationships with a nonparental figure, they will benefit significantly from 
the support, demonstrating a compensatory effect. These two studies laid down 
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important implications that developing mentoring relationship for disadvantaged 
students would result in positive impact on their academic performances, and also 
reduce the gap of educational resources available between learners with low-income 
and high-income families. These studies could inform us on how peer mentoring 
could play a significant role in helping students of underprivileged background, 
consistent with this study.  
 
2.3 Impact of peer mentoring on mentors 
Across the international studies of peer mentoring, majority of them serves to inform 
us on the impact of peer mentoring on the mentees, but only very few studies were 
conducted to investigate the benefits of the mentors. Despite limited research, there 
are evidences that peer mentoring can benefit mentees, as well as the mentors 
(Karcher, 2005a, 2007a; Knowles & Parsons, 2009). It is suggested that reciprocal 
gain occurs within the prosocial interaction for effective feedback and reflections on 
the mentors’ own development (Jao, 2013; Guskey, 2000) 
 
With the available literature resources, findings on mentoring effects are stated as 
comparable to those experienced in service learning (Stukas, Clary, & Snyder, 2000) 
and extracurricular activities (Eccles & Barber, 1999; Hamilton & Fenzel, 1988). 
Mentors also discovered improvements in moral reasoning and empathy (Ikard, 
2001), stronger connection to the learning context (Stoltz, 2005; Hansen, 2006) and 
advancements in communication skills (Hansen, 2006). Out of these studies, Knowles 
& Parsons (2009) conducted an extensive evaluation of formalized peer mentoring 
programme, which provides a most comprehensive analysis on the mentors’ perceived 
benefits, where development of responsibility, trust, degree of enjoyment, self-
confidence and academic competence were reported as positive feedbacks. However, 
a study found evidence of high school mentors overwhelmed by mentoring high-
needs children, reported declines in their own connectedness to the mentee and 
programme (Karcher & Lindwall, 2003). It shows that serving as peer mentors could 
produce both positive and negative effects on the mentors. These observable factors 
from mentors’ perspective, as well as the core developmental components, mentioned 
earlier, on the benefits of peer mentoring will be points to be considered on the 
expected developments in this study.  
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2.4 Elaboration of literature gaps 
 
Although there are existing studies related to the mentors’ perception of development 
in peer mentoring experience, none of these were based on primary school mentors. 
There were also no relevant studies conducted in the context of primary schools in 
Hong Kong. As many existing international studies have obtained desirable results in 
school-based peer mentoring programme for students from underprivileged 
background (Choi & Lemberger, 2010; Erickson et al., 2009), it is necessary to 
investigate the impact of similar programmes in Hong Kong. This could serve to 
inform Hong Kong primary schools and teachers on the literature gap of 
implementing peer mentoring in their school to help underprivileged students. 
Moreover, given the presence of anecdotal assessments of developmental 
enhancement (Knowles & Parsons, 2009; Stoltz, 2005, p. 11; Hansen, 2006; Ikard, 
2001) as well as negative findings (Karcher & Lindwall, 2003), in the existing 
literature on mentors’ perspective, it is also necessary to better understand whether 
serving as a mentor to a younger child enhances or damages the mentor's perceived 
development. Finally, the most important objective of this study is to investigate the 
impact of peer mentoring on child mentors, in which none of the published literatures 
have covered this specific field of research. To address these gaps, I conducted a 
study on how child mentors perceive their development in a peer-mentoring 
programme, implemented in a school from an underprivileged district.   
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Chapter 3: Methodology 
 
The inquiry examines the influence of a peer reading programme on the self-
perceived development of mentors. The target participants in this research will be the 
child mentors in a local primary school, in a lower-socioeconomic district. 
The inquiry will investigate the following research question:  
 
How do these child mentors perceive their development in a peer-mentoring 
programme? 
 
3.1 Big Brothers, Big Sisters Reading Programme   
The Big Brothers, Big Sisters Reading Programme (BBRP) is a pair peer-reading 
programme matching an older mentor with a younger mentee from the same school. 
The production of this programme was based on the instructional design of the 
QUICK method (LaGue & Wilson, 2010). The QUICK method is a comprehension 
strategy consisting of these elements:  
 
Comprehension strategies Description  Comprehension benefits 
Questioning Students ask questions to 
clarify areas of interest. 
Questioning makes 
reading purposeful for 
students. It promotes 
active instead of passive 
reading as students seek 
for answers to their 
questions (Beck & 
McKeown, 2006). 
Understanding new words Students apply semantics 
and syntax to derive 
meanings of new 
vocabulary. 
Vocabulary knowledge 
and comprehension of text 
are closely connected 
(Anderson & Freebody, 
1981). If students are able 
to use contextual clues to 
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derive the meanings of 
unfamiliar vocabulary 
words, disruption of the 
flow of reading and 
comprehension processes 
to define unfamiliar words 
can be prevented (Graves, 
2006). 
Imaging Students draw in 
schemata to form mental 
images while reading. 
Mental imaging develops 
proficient readers (Duke & 
Pearson, 2002). This 
strategy evokes students to 
think about what they are 
reading rather than just 
reading for accuracy 
(Galda & Cullinan, 2005). 
Connecting Students draw 
meaningful links with the 
text based on personal 
experiences 
Comprehension is 
enhanced when students 
are supported to activate 
their schemata and relate 
what they are reading with 
their contextual knowledge 
(Harvey & Goudvis, 
2000). 
Keeping it all together Students are encouraged 
to summarize what they 
have read to someone 
else in their own words. 
Constantly remind 
students to understand the 
full context of the text. 
Comprehension is 
enhanced as students 
discuss what they have 
read to others (Atwell, 
1998). 
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The mentors are provided a session of training on how the QUICK method can be 
implemented in their reading sessions with their mentees, but are allowed to 
implement the strategy flexibly according to their own approach and the receptiveness 
of the mentee. The training also provided shared-reading strategies for reference 
(Simultaneous reading, reading alone, picture walk).  
 
Reading materials 
When choosing reading materials, mentors have the authority to select books for each 
reading session. There will be 4 sets of books to choose from in each session, 
prepared by the researcher to ensure the quality and level-appropriateness of the 
reading materials. The themes of the books are diverse and include pictures to 
encourage interesting reading experiences (Guthrie & Wigfield, 2000). Although the 
mentors have the final choice in books, they are encouraged to communicate with 
their mentees on their preference (Goodlad & Hirst, 1989). This process aims to instill 
responsibility and communication skills to the mentors.  
 
3.2 Methodological approach 
The inquiry adopted a survey study for collecting both numerical and qualitative data. 
A variety of data were collected to examine how these child mentors perceive their 
development in a peer-mentoring programme is illustrated in the following. 
This methodological triangulation ensures that mentors’ perceived development trend 
is statistically measured, while given sufficient room to obtain the full picture of the 
dynamic and individualized perception of the experience (Olsen, 2004). According to 
Evered and Louis (1981), these two approaches provide a two-pronged method in 
inquiring the research objective from both the “outside” and “inside”.  The following 
aspects of self-perceived development were selected as the key components to be 
evaluated during the peer-mentoring programme (Knowles & Parsons, 2009; Hansen, 
2006; Karcher, 2005): 
 
Developmental components Explanations 
Reading skills These two skills are used to assess the 
development of academic competence, as reading 
	   18	  
Speaking skills and speaking are literacy skills observable in a 
reading programme. 
Communication skills This skill is used to assess the mentors’ ability to 
interact with the mentee, in establishing 
connectedness.  
Confidence /Self Esteem This developmental aspect is used to assess the 
change in mentors’ self-confidence when given a 
role with authority and responsibility. 
Sense of responsibility This developmental component is used to gauge 
the development in self-perceived responsibility 
when given a role with authority and 
responsibility. 
Patience This developmental component is used to assess 
the patience and tolerance development of the 
mentors when they are responsible for the 
learning of a younger mentee.  
Enjoyment of mentoring role This component is used to assess the mentors’ 
overall satisfaction with regards to the 6 
developmental components mentioned above.  
 
3.3 Participants 
Selection and matching of children 
The 15 child mentors were selected from the school’s English Ambassadors Scheme, 
and the 15 child mentees are volunteers who showed interest in the programme. The 
two groups of students are from the same school. To minimize the confounding 
variables of gender bias and age differences, mentors’ age distribution are equally 
selected from primary 4 to 6, with a gender balance of 8 boys and 7 girls. Mentees 
were selected from primary 1 and 2 with the same mechanism. During the matching 
process, mentors and mentees were paired up in their own preference in the first 
session, but they have to stick to this pairing throughout the whole study. Deliberate 
assignment of pairings was not implemented to avoid unwillingness to work with 
mismatched partners. The researcher was included, because he was present in all the 
sessions and also shaped children’s performances, as the creator of the BBRP.   
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3.4 Instruments 
The first instrument is a questionnaire using a Visual Analogue Scale (VAC) to 
indicate perceived improvements in the key components on a weekly basis. The 
questions were presented in a format of a self-judgmental statement. For example, 
“My English reading ability has improved.” Participants are required to shade or tick 
under the smiley that best represents their perceived degree of agreement or 
satisfaction to that statement (see appendix 1). The five smiley options ranges from 
strongly agree, agree, neutral, disagree, to strongly disagree (are assigned a likert-
scale rating of 5-1 to facilitate data analysis).  
 
The second instrument is an open-ended questionnaire to be completed by all 
participants before and after the peer-mentoring programme. These open-ended 
questions encouraged the participants to elaborate on their feelings and perceptions. 
The 7 questions require participants to write extensively on personal reflections with 
regards to their perceived development or deterioration in each key developmental 
component (see appendix 2). Both instruments were drafted bilingually (Chinese and 
English), and students are also allowed to answer in both languages to enhance 
elaborations in the language most comfortable to them.   
 
As the participants of this research are primary school children, conventionally 
structured questionnaire designs for adults may not work. Thus, there are several 
important considerations for designing these tools in ensuring the validity and 
reliability of the data collected, while catering for the age-appropriateness:  
 
Satisficing and optimizing 
In consideration of the cognitive ability of these child mentors, two data collection 
tools were designed to ensure that results are reliable and valid indication of their 
perceptions. The open-ended questionnaire was designed with the optimizing theory 
to generate thoughtfully and cognitively processed answers that facilitate in-depth 
analysis on reasons and evidence, in support of the perceived improvements 
(Krosnick, 1991). This requires respondents to be highly sensitive to prompts in the 
questions and motivation to engage in deep reflection, in order to elicit meaningful 
observations. On the other hand, the VAC questionnaire takes on the satisficing 
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approach to induce immediate and emotional response straight after peer mentoring 
sessions (Borgers, Leeuw & Hox, 2000). The self-judgmental statements and smileys 
are incorporated to enhance emotional connectedness to the specific component of 
development, in producing attitudinal results. The two tools are complementary of 
each other in filling up the validity gaps.  
 
Suggestibility and response biasness 
Furthermore, children are easily affected by social and psychological factors in 
adjusting interpretations and response (Scullin & Ceci, 2001). Hence, the presence of 
other participants from similar backgrounds and the less stressful atmosphere of the 
absence of mentees during questionnaire time was expected to encourage the 
participants to express their feelings more freely and truthfully (Creswell, 2012; 
Fraenkel et al., 2012; Johnson, 2004). The presence of the researcher was only to 
facilitate the process and to clarify misunderstanding of questions.  
 
In addition, children were observed to be highly susceptible to response bias in 
choosing “yes” or the favourable response (Breakwell et al., 1995). In order to 
maintain the reliability of the data collected, the VAC questionnaire includes an 
option of neutrality to prevent forceful attempts to show agreement, and more options 
to diminish the dilemma of uncertainty. Whereas, the follow-up question format of 
the open-ended questionnaire stimulates justifications for agreement or disagreement.  
 
Language effects 
The use of VAC scale in place of numerical Likert-scale or word-represented rating 
reduces the ambiguity caused by uncertainty of meaning, as the smileys represent 
natural conventions associated with level of satisfaction understood by all children 
(Borgers & Hox, 2001). Similarly, participants as ESL learners should be able to 
express themselves better in Chinese than English. Therefore, they are allowed to use 
both languages in writing the answers, as long as explanations are clearly and 
meaningfully communicated. Hence, these adjustments assist children in producing 
more reliable responses (Borgers, Hox & Sikkel, 2002). 
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3.5 Procedure 
 
The BBRP will be conducted over 6 weeks, with 12 sessions in total. The 15 pairs of 
students meet in the school’s English room after school, twice a week, with each 
session lasting for 30 minutes.  
 
Before the start of the first session, the child mentors have to complete the pre-
teaching open-ended questionnaire (see appendix 2), in reflecting on the initial level 
of development and expectations. At the end of each week, these mentors have to fill 
in the continuous VAC questionnaire (see appendix 1) to evaluate on the 
improvements in developmental aspects. These will provide the research with a trend 
of these child mentors’ gradual change in self-perceived developments. At the end of 
the 6 weeks, the mentors have to complete a post-teaching open-ended questionnaire 
to assess themselves on their overall perception of developments in a summary of 
explanations and details. The pre-mentoring and post-mentoring findings will be 
collated and compared to identify common themes of advancements and factors 
contributing to the developmental growth.    
 
3.6 Data analysis  
 
This study adopted descriptive statistics to present the result of the questionnaires and 
for the purpose of comparative analysis. The distinctive patterns in the responses will 
be examined. Numerical data will be used for identifying development trends.  
 
The qualitative and quantitative questionnaires were classified under questions so as 
to identify the ‘common threads’ (Gay et al., 2012). They were then coded and 
categorized into different headings. Similar and recurring ideas were combined from 
both sets of data, so as to establish a thorough understanding of the phenomenon 
(Johnson & Christensen, 2012). Such categorization provided the foundation for 
constructing the data analysis (Gay et al., 2012). These enhanced the internal 
reliability of the findings.  
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3.7 Ethical consideration  
 
Before the research study can be conducted, ethical approval consent forms have to be 
signed by the school principal, parents of the child mentors and the mentors 
themselves, in agreement to be involved in a university-based dissertation work (see 
appendix 3). No real names were mentioned in the report to protect the privacy of 
participants and school.   
 
 
Chapter 4: Findings 
 
This study garnered insightful responses from child mentors on their perceived 
development throughout the peer-mentoring programme. The findings are presented 
under each developmental aspect to facilitate a clear and dynamic discussion on how 
the mentors perceived their development in the peer-mentoring programme and how 
such perceptions were formed. This section will also highlight how this study filled 
the literature gaps on the unexplored area of child mentors’ perspective in the lower-
socioeconomic context of Hong Kong. 
 
4.1 Perceived development in academic competency 
On the whole, child mentors’ perceptions on the development in academic 
competence induced by the peer-mentoring programme were positive. The pre-
mentoring findings tell us that mentors perceived mixed feelings on their academic 
competencies in reading and speaking English before they worked with their peer 
mentors. In comparison, post-mentoring findings displayed positive changes in 
perceived English-reading and speaking ability for most mentors.  
 
Pre-mentoring findings: 
Prior to the BBRP, the child mentors have expressed mixed reflections and 
expectations on their current reading and speaking ability. These pre-mentoring 
findings revealed how these child mentors’ initial level of reading and speaking 
ability were constructed by their school learning, individual learning practices and 
family background.  
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More than half of the participants (53% N=8/15) identified themselves as confident 
readers. They have attributed this confidence to the following reasons:  
 
“I think I know many words.” 
“I read English books regularly.” 
 
These students feel confident as they practices good reading habits, contributing to 
wide lexical range and comprehension skills. Conversely, other mentors admitted that 
difficulties in decoding vocabulary in books discourages them from reading, leading 
to low reading ability. This reflects the real situation of schools in Hong Kong, where 
students are seldom cultivated with the habit to read English books.  
 
When asked about their initial perception of speaking ability, the child mentors 
suggested that frequent usage of spoken English in different context shaped them into 
confident English speakers:  
 
“I always use English to talk to others.” 
“I speak often during English lessons.” 
“ I often use English to communicate with my family.” 
“I go overseas during my holiday.” 
 
These evaluative statements provided some evidence that are in line with a study 
conducted by Erickson et al. (2009), which emphasized on the achievement gaps 
created by difference in socioeconomic background, as the socially advantaged 
families could provide resources for exposure to learning opportunities such as 
overseas exposure and English-speaking mentors.  
 
On the other hand, bad experience associated with speaking English and the lack of 
English-speaking opportunities were the prime reasons for the low evaluation, while 
shyness was also mentioned as a cause.  
 
“I just can’t express myself well in English.” 
“I do not speak a lot of English.”  
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“I am a shy person.” 
 
Overall, the pre-mentoring findings provided us with a dynamic picture of how 
mentors engage in their personal development of reading and speaking competences 
before entering the programme. These mentors suggested that good English-reading 
habits and exposure to English-speaking context contributes significantly to the 
positive self-confidence in academic competence. These suggestions explain the need 
for students in Hong Kong primary school to be engaged in more opportunities for 
reading and speaking English beyond regular English lessons, i.e. Peer reading 
programme.  
 
Post-mentoring findings: 
In the post-mentoring findings, the perceived improvements in academic competence 
were remarkable. The reported positive perceptions after all the sessions showed that 
this opportunity to engage in a shared reading activity with a younger child has helped 
to fill the learning gaps that were reported to be missing in the evaluations made by 
peer mentors before the programme commenced. The positive development trends in 
reading and speaking also showed that mentors have sighted observable 
improvements throughout the programme.  
 
According to the post-mentoring questionnaire, 47% of the respondents (N=7/15) 
reported the learning of new vocabulary, after mentoring the younger child for 12 
sessions. For example: 
 
“I learnt many new words, such as “Kenya” (referring to the Chinese word of 
Kenya).” 
 
Also, learning of grammar and speed of reading have been documented as evidence of 
reading development. This may indicate that while teaching younger children how to 
read, the mentors also learnt to decode new words and hypothesize grammar 
structures using reading literacy skills, i.e. pictorial cues, semantic clues.  
 
In terms of speaking, all child mentors claimed to have improved in speaking ability, 
while 40% (N=6/15) of them believe that they are now capable of communicating 
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with children in English. Several respondents were more specific in providing 
evidence of developing spoken fluency and the ability to explain new words to the 
mentee. 
 
“I learnt how to explain some new words.” 
“I am more fluent each time I teach my student.”  
 
These qualitative accounts were largely consistent with the expectations of the 
mentors in the pre-mentoring stage. These could be signs of the child mentors 
developing understanding of the success criteria in developing academic competence 
through being a mentor.  
 
Similarly, statistical data on the perceived development of speaking and reading 
ability (figure 1.1 & 2.1) indicated that none of the respondents have reported 
negative effects on these scholastic qualities over the 6 weeks. In fact, more than 80% 
of the mentors have consistently agreed (“Strongly agree” or “Agree”) with the 
statement “My speaking ability has improved.” and 66% reported for the statement 
“My reading ability has improved.” These positive development trends suggest that 
guiding a younger child in reading English books does enhances their perceived 
competence in reading and speaking English. 
 
Figure 1.1  
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Figure 2.1 
 
 
Moreover, in comparing the proportion of mentors who have perceived improvements 
in English reading and speaking ability in the first week and the final week, there was 
a huge increase of 20% for reading (66-86%)(figure 1.1), while the figures remain the 
same at 86% for speaking (figure 2.1). It shows that mentors perceived the 
development of reading ability to be gradual, but improvements in speaking 
competence were already apparent in the earlier sessions, and was maintained 
throughout the programme. This learning observation could serve as a reference for 
English teachers when implementing similar programmes.  
 
These encouraging findings of a peer reading programme provides substantial 
evidence of improved reading attitudes and comprehension in the mentors, which are 
also identified in other academic-based peer mentoring programmes (Karcher, 2007a; 
2008a). The comparative analysis of the pre-mentoring and post-mentoring findings 
revealed the positive impact of implementing peer reading programmes in the primary 
school context in Hong Kong. Hence, considering the low level of literacy 
competence of Hong Kong primary school children, and the limited social resources 
for providing reading opportunities for children in underprivileged context, 
implementing a similar peer-reading programme in schools in lower-socioeconomic 
district may be viable options for low-cost intervention measure, targeted at 
enhancing academic competence.  
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4.2 Perceived development in communication skills 
In an overview of the findings on the mentors’ perceived development of 
communication skills, the child mentors believe that peer mentoring has positive 
influence on their development in communication skills. The pre-mentoring findings 
tell us that some mentors were not confident of their ability to communicate with their 
peer mentees. In comparison, post-mentoring findings showed that serving as a peer 
mentor has generated positive changes in the perceived development of 
communication skills.  
 
 
Pre-mentoring findings: 
In the pre-mentoring findings, mentors indicated mixed perceptions on their general 
communication skills. These mentors reflected on their social experiences with others 
to form explanations for their initial perception of the ability to communicate with 
their mentees.  
 
From the initial expectations of the child mentors, 40% of child mentors (N=6/15) 
believe that they lack good communication skills. Drawing on prior social 
experiences with others might have been used to gauge their own ability to 
communicate. For example, inability to socialize with friends and low self-belief in 
speaking was regarded as poor communication skills. 
 
“I don’t speak well with friends, especially in English” 
“I can’t even speak properly in Cantonese.” 
“I feel shy when I talk to others.” 
 
Interestingly, students’ confidence in communication were associated social 
interactions with people more knowledgeable than them, as indications of good 
communication skills, i. e. Parents, teachers, foreign teacher. This shows that children 
feel motivated when they could talk to a more knowledgeable person.  
 
“I can speak to my dad, who is a foreigner.” 
“I could communicate with the NET teacher.” 
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Broadly, the child mentors relied heavily on distinctive examples of social 
interactions with people they value as a scale for deciding their expectations on 
whether they are confident in communicating with the mentees. Some linked their 
perceived communication capabilities to their perceived personality when they 
interact with others. These observations suggest that we could rely on the post-
mentoring findings to understand whether social interactions with younger children 
would produce positive or negative social experiences for them, and whether the 
outcome of these experiences contribute to the development of communication skills 
for the mentors.  
 
Post-mentoring findings: 
In the post-mentoring findings, the results proved that positive experience with the 
younger mentees yielded perceived improvements in the mentors’ communication 
skills. It showed that good experiences brought by the peer-mentoring programme can 
help some mentors eradicate the impact of prior bad social experiences, which could 
alter their perception of social ability. Mentors initially confident in socializing have 
also indicated further enhancements as a result of this experience.  
 
After the programme, all the respondents suggested positive growth in 
communication skills. 53% (N=8/15) of the mentors expressed that this mentoring 
programme allowed them to learn how to communicate with younger children, and 
helped to eradicate the initial shyness.  
 
“I have learnt how to communicate with p.1 and p.2 students.” 
“I find it easier to talk to children now.” 
 
Other respondents credited this programme in encouraging them to interact with 
others, and developing strategies for effective communication. A few mentors sighted 
that the pressure of helping the mentee to understand the storybooks pushed them to 
draw on their schemata in finding appropriate means.  
 
“Speaking with children help improve my communication skill.” 
“I am now able to talk to my teachers in English.”  
“I need to make him understand what the book is about.” 
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In figure 3.1, the empirical data is also supportive of the positive observational 
comments, as 67% of the mentors have consistently agreed (“Strongly agree” or 
“Agree”) with the statement “My communication skill has improved.”.  In actual fact, 
100% agreement with the statement was sighted in the figures collected in week 3 and 
4, which shows that students were increasingly confident in communicating with their 
mentee in the latter stage of the programme, as interactions accumulated. However, 
there is a noticeable fluctuation in the development trend, as the agreement rate in 
week 5 was still 94%, but took a slightly significant plunge of 14% (to 80%) in week 
6, which could be due to the prolonged durational gap of the Christmas and New Year 
break. This observation indicates that the continuity in the peer relationship does 
contribute to the development of communication and trust, as this study shows that 
some mentors’ perceived their communication skills to have deteriorated when 
mentors and mentees spent an extended period of time away from each other. Similar 
findings were found in existing literatures of peer mentoring (Rhodes et al., 2005; 
Spencer, 2007; Goldner & Mayseless, 2009), although such perceived benefits in trust 
and connectedness were only sighted by mentees in these studies. Nonetheless, the 
current study suggests that mentors observe similar qualities in a successful peer 
relationship.  
 
In summary, the quality of the relationship between the mentors and mentees was 
determined by the outcomes of the mentors’ social experiences with the mentees 
throughout the peer-mentoring programme. The quality of the relationship was 
gauged by how mentors perceived their attainments in developing and drawing on 
strategies for interacting with the mentees. This relationship quality was also 
perceived to be measured by trust and connectedness developed between the two 
parties over a period of negotiations and understanding with each other. Undoubtedly, 
these findings showed that positive relationships usually lead to positive changes in 
communication skills from the perspective of mentors. While, durational factors could 
disrupt the development of peer relationship, leading to adverse effects on mentors’ 
perceived development.  
 
 
 
 
	   30	  
Figure 3.1 
 
 
 
4.3 Perceived development in self-esteem/ confidence 
The overview of the findings on the mentors’ perceived development in self-esteem 
revealed positive developments. In the pre-mentoring findings, mentors sighted mixed 
reflections on their confidence level in mentoring mentees. In comparison, the post-
mentoring findings informed us that the role of being a peer mentor could help these 
respondents perceive improvement in self-esteem.  
 
 
Pre-mentoring findings: 
The pre-mentoring findings on the child mentors’ perception towards their confidence 
level in being a mentor to younger children were varied. These disparate findings 
revealed that large parts of their self-perceived confidence were generated by initial 
motivation and self-perceived capabilities in being a mentor.  
 
Initially, 53% (N=8/15) of the child mentors believe that they are confident of being a 
mentor to a younger child. Some of them think that the confidence was enhanced by 
their willingness and motivation to help these children. This motivation may be 
results of perceived interest and ease of being a mentor.  
 
“I am confident because I want to help the children to learn.” 
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“I think this job is easy.” 
“This is interesting.” 
 
On the contrary, negative expectations of mentors’ confidence were hindered by lack 
of experience and subject knowledge. Personality traits such as low patience and 
responsibility were also reasons for poor self-esteem in being a mentor, as these 
mentors may have generated overwhelming expectations on the mentoring role that 
exceeded their self-perceived capacity.  
 
“I have no patience.” 
I am not a responsible person.” 
 
Overall, these findings suggest that the mentors’ perceived confidence in mentoring 
the child mentees were attributed to both the intrinsic and extrinsic motivation. The 
intrinsic motivation derives from the initial eagerness and interest to be a mentor, 
while the extrinsic motivation comes from the mentors’ initial expectations on the 
degree of capability and effort required to fulfill this role (i.e. subject knowledge, 
patience, and responsibility). Therefore, if the mentor is able to establish a successful 
relationship with the mentee, the extrinsic motivation of the mentor could be realized 
and subsequently lead to an increase in self-confidence. Hence, we will need to 
analyze the post-mentoring findings to investigate how mentors perceived their 
relationship with their mentees throughout the programme, in developing self-
confidence.  
  
Post-mentoring findings: 
In the post-mentoring findings, the mentors’ perceived improvements in self-esteem 
were very positive. These findings showed that the mentors’ self- confidence is 
indeed related to the mentors’ actualization of motivations through good mentoring 
experiences and relationships.  
 
All the participants responded very positively to improvements in perceived self-
esteem. 33% (N=5/15) of them highlighted the authority as a mentor, which instilled 
confidence in them. 27% (N=4/15) of mentors claimed that they have conquered the 
fear of being a mentor by the end of the programme.  
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 “Being a teacher makes me more confident.” 
“Teaching makes me confident.” 
 
“It is because I am not afraid to teach children now.” 
“I am not shy now.” 
 
Besides that, self-esteem was sighted as a gradual escalation during the mentoring 
programme, when the child mentors learnt more from the accumulation of experience 
and book contents to be better equipped for the role. This observation of the gradual 
development of self-esteem, social competence and educational outcome is sighted in 
some studies as reciprocal effects (Marsh & Yeung, 1998; Hartup, 1996).  
 
“The more I teach, the more confident I am.” 
“Understanding more new words help me become more confident.” 
 
On the other hand, the statistical data provides an overall view of the transformation 
in their perceived self-esteem over the 6 weeks. Figure 5.1 shows a fluctuating pattern 
in the development of confidence, where in week 1 and week 2, 73% and 74 % of 
mentors agreed with the statement “I feel more confident.”, respectively, but 13% 
disagreed in week 2, which is the only week to record a negative data. However, in 
week 3 and 4, the data recorded a very high confidence rate of 94% and 100%, 
respectively. Finally, 87% of the mentors reported enhancement in self-esteem in both 
week 5 and 6. This wavering development trend suggest that the child mentors 
experienced different stages of changes in their perception towards their personal 
confidence, which could be accountable to the development of relationship with the 
mentees and the familiarity with the mentoring role. The degree of connectedness 
with peers has been a crucial factor discussed in a wide range of peer mentoring 
literatures (Karcher, 2005; 2008a), as the determinant to successful mentoring 
relationship.  
 
In summary, the findings informed us on how the mentors have realized the intrinsic 
and extrinsic motivation in generating connectedness with their mentees. Some 
mentors were intrinsically motivated by the authority of being a mentor, while the 
improvements in social and academic competence served as extrinsic motivation for 
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other mentors, as the experiences were enriching. Nonetheless, this process in 
establishing the connectedness between mentors and mentees is gradual and 
fluctuating, as mentors experience both good and bad experiences during the 
programme.  Hence, it shows that positive peer relationship contributes to the 
development of self-esteem.  
 
Figure 5.1 
 
 
 
4. 4 Perceived development in sense of responsibility 
In the overview of mentors’ perceived development in sense of responsibility, both 
pre-mentoring and post-mentoring provided positive implications for development in 
responsibility in serving as peer mentor.  
 
Pre-mentoring findings: 
In the pre-mentoring findings, most of the mentors indicated high motivation in 
assuming the responsibility that comes with the mentoring role. These motivations 
were traced to the intrinsic values of assuming a role of authority and control over a 
younger child.   
 
Even before the mentoring programme, the majority of the participants (67%; 
N=10/15) have shown a strong understanding of being a responsible mentor. 27% 
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(N=4/15) of them associated the role of mentor with high responsibility, and some 
emphasized that helping younger children is their responsibility.  
 
 “We need responsibility to be a teacher.” 
“I must be responsible because I am a mentor now.” 
 
“I want to help children with problems in learning English.” 
“Yes, because we are seniors.” 
 
Nonetheless, there are also uninspired respondents who blamed tiredness and low 
sense of responsibility as reasons.  
 
“I am very scared of being tired.” 
“I do not have a sense of responsibility.” 
 
Overall, the mentors’ prior reflections on their perceived sense of responsibility were 
based on their expectations and motivation in relation to the role. Some mentors 
believe that responsibility is a virtue connected to the mentoring role, with the mentee 
under their care and supervision. While a few of them were avoiding responsibility as 
their expectations do not match their perceived personal capability, where similar 
sighting was also observed in the development of self esteem, mentioned earlier. 
Thus, the post-mentoring findings will serve to inform us on how mentors perceive 
responsibility in the role of mentor throughout the programme, to identify changes in 
perception and development.   
 
Post-mentoring: 
The post-mentoring findings suggest that mentors have continued to experience 
strong perception on the value of responsibility in a mentoring role. The process of 
mentoring a younger child has also induced stronger sense of responsibility in the 
mentors.  
 
All respondents unanimously declared development in sense of responsibility.  
Majority of the mentors (87%; N=13/15) believe that the role of being a mentor has 
taught them to be responsible, and this requires them to be committed to the role until 
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the programme is over. Furthermore, this sense of responsibility has motivated some 
to realize their potentials by giving their best effort. This is evidence of developing 
maturity and accepting responsibility, which is a highly rewarding outcome for the 
tender age of these child mentors (ASCA, 2008).  
 
“This is my job.” 
“I need to be responsible to the kid.” 
“It is the responsibility of the mentor to do my best to teach the child.” 
“I learnt to complete my job before I can play.” 
 
In figure 6.1, the statistics from week 1 and 2 reflected the comments in the pre-
mentoring questionnaire that some respondents were not motivated to be mentors, 
with 7% and 13% disagreeing with the statement “I feel a stronger sense of 
responsibility.”, respectively. However, in the next 4 weeks, no respondents disagreed 
with the statement, suggesting that these respondents have observed a stronger sense 
of responsibility in their mentoring role. Moreover, majority of the mentors (74%) 
have consistently perceived a strong sense of responsibility across the six-week 
programme.  
 
The combined data have shown that the empowerment of students with authority and 
control in the role of mentor has allowed them to assume responsibility of the 
mentees, in the absence of other authoritative figures, such as parents and teachers. 
This observation is in line with a study conducted by Knowles & Parsons (2009), in 
which the mentors did not perceive the mentoring relationship as a regular friendship, 
but expected the mentees to demonstrate elements of respect. This is the result of a 
formalized role differentiation, as the mentors developed increased sense of 
responsibility to ensure that mentees gain and learn under their guidance and 
supervision. This might explains why mentors in this study have consistently 
displayed a strong perception in sense of responsibility even before the 
commencement of the programme.  
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Figure 6.1 
 
 
 
4.5 Perceived development in patience 
The overview of findings on the mentors’ perceived development in patience 
displayed a stark contrast in the pre-mentoring and post-mentoring observations. The 
pre-mentoring findings reported mixed perceptions on the expectations of patience 
towards the role of mentoring younger children. In comparison, the post-mentoring 
findings presented a positive recount of improvements in the level of patience 
perceived by mentors.  
 
Pre-mentoring findings: 
The pre-mentoring findings showed divided opinions on the mentors’ expectation of 
patience towards the mentoring role. The prior expectations on the level of patience 
directed towards the role of mentors were based on the mentors’ prior impressions of 
child behaviors and the self-perceived tolerance towards such assumptions of child 
behaviors.  
  
Pre-mentoring accounts reflected the lack of patience as a common trait for child 
mentor, as more than half of them (53%; N=8/15) claimed that patience was their 
weakness. Most of which added that they have low tolerance of naughty kids. 
 
“Sometimes they do not listen and just play.” 
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“Sometimes the kids are so naughty.” 
“The children are naughty.” 
 
Whereas positive accounts of patience for child mentors were motivated by the 
passion to help younger mentee and high tolerance with children.  
 
“I am good at waiting for kids.” 
“I really want to help the children.” 
 
On the whole, these mentors generally perceived young children to be defiant and 
mischievous, and such assumptions have led many mentors to perceive a required 
level of patience that are beyond what they are capable of.  These findings suggest 
that the quality of peer relationship is crucial in the development of patience 
throughout the peer-mentoring programme.  
 
Post-mentoring findings: 
The post-mentoring findings showed that mentors’ perception of the development of 
patience has improved. These findings revealed the link between peer relationships 
and perceived development in patience, as mentors who perceived deterioration in 
tolerance were associated with bad experience in peer interactions, and vice versa. 
However, there were exceptions, as some mentors acknowledged improvements in 
patience despite negative experiences with mentees.  
 
At the end of the programme, some of the child mentors echoed their comments 
regarding low tolerance of mentees with poor discipline, in which these mentees are 
described as being difficult to teach. Reports on the persistent poor behaviors of the 
younger children have also discouraged them from putting in the effort. This reported 
discontent coincided with the view in a similar study suggesting that mentors can be 
overwhelmed by mentoring high-needs children, which led to reported decline in 
personal development (Karcher & Lindwall, 2003).  
 
“It is difficult to teach the child.” 
“I cannot always wait for such as long time.” 
“The child is too naughty.” 
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However, 47% of the mentors acknowledged that they understood the need to be 
patient with young children. 4 of them emphasized that the mentoring role enabled 
them to be more composed and mature, during the time spent with the mentees.  
 
“If I have no patience, then I can’t be a mentor.” 
“The child is naughty but that is why I must be patient.” 
“This is my responsibility.” 
“I am used to being patient with my mentee.” 
 
This is an important discovery for this study, as these self-reflections reported by 
primary school child mentors suggested enhancement in moral reasoning and 
empathy, in which similar developments were sighted from high school mentors in an 
earlier study (Ikard, 2001). This purports a brave implication that primary children in 
higher levels can display the level of maturity necessary to be peer mentors to 
younger children. Furthermore, this implication of maturity in moral reasoning and 
empathy were also consistent with findings in this study on the mentors’ ability to 
understand the expectations of the mentoring role, which highlights the impact of 
empowering students with roles and responsibility.  
 
 
4.6 Perception on the role of being a peer mentor 
The overview of findings on how peer mentors perceive their mentoring role showed 
that positive reflections were apparent from the start to the end. These views were 
highly attributed to the mentors’ expectations and observations on the quality of peer 
relationships throughout the peer-mentoring programme.  
 
Pre-mentoring findings: 
The pre-mentoring findings indicated that most child mentors generated positive 
expectations on the role of being a mentor.  These positive reflections were based on 
initial expectations on the role, and predictions on how the peer relationship would be.  
 
When the mentors were questioned on how they perceived the role of mentor prior to 
the programme, 80% (N=12/15) of them gave positive responses towards this 
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opportunity.  The following comments suggested that they are interested and happy to 
mentor students, as they like to interact and help them in their learning: 
 
“I like to be with children.” 
“I want to teach them.” 
“I am so happy to help children learn English.” 
“I love teaching others.” 
“This is my dream.” 
 
In contrast, a few of the child mentors initially perceived this role as boring or 
troublesome. Moreover, lack of confidence also contributed to the negative perception 
on this mentoring role.  
 
“It is boring.” 
“I think being a mentor is troublesome.” 
“I don’t have the confidence to teach others.” 
 
Overall, these findings help us differentiate the variations in expectations and 
predictions on the outcome of the peer relationships. In the post-mentoring, we will 
understand more about how the quality of peer relationship affects the mentors’ 
perception on the role of mentoring.  
 
 
Post-mentoring: 
In the post-mentoring findings, the results proved that positive experience with the 
younger mentees yielded perceived satisfaction in the mentoring role. These positive 
experiences were related to perceived benefits in different aspects of development 
throughout the peer-mentoring programme. Whereas, bad mentoring relationship 
would lead mentors to perceive dissatisfaction with the role.  
 
After six weeks of mentoring, majority of the mentors (87%; N=13/15) gave positive 
feedbacks on the experience. Some of them reflected on the growth in their sense of 
satisfaction and responsibility. While some perceived practical improvements in 
academic competence, i.e. learnt new vocabulary, drawn on schemata to facilitate new 
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learning. Moreover, many of them shared their personal enjoyment on being given the 
authority, as a mentor, to teach mentees new knowledge from their own experiences. 
 
“I am a more responsible person.” 
“I can learn new words.” 
“I can recall some words that I have learnt before.” 
“I like it because I can transfer all my knowledge to them.” 
“I like children listening to me.” 
 
Despite the positivity in the outcome of the most mentors, a few of them perceived 
mentoring as a difficult task, and do not like the experience. These dissatisfactory 
perceptions could be results of undesirable factors discussed in earlier findings.  
 
“I think teaching a child is so difficult.”  
“I dislike being a mentor.” 
 
Figure 4.1 from the VAC questionnaire has revealed that 34% of the child mentors 
were unsure (Neutral) or disagreed (Strongly disagree + disagree) with the statement 
“I like being a mentor.”, after week 1 and 2. These results were not consistent with the 
initial expectations of the child mentor, which indicated that some of them did not 
perceived mentoring as enjoyment after 4 reading sessions. However, the figures did 
show promising improvements in the satisfactory level towards the mentoring role, as 
the following weeks showed a significant increase to 87% (week 3), 80% (week 4), 
87% (week 5) and 87% (week 6), in mentors claiming that they have enjoyed the role. 
The combined data of quantitative (87%) and qualitative findings (87%) have both 
validated that the majority of the mentors have enjoyed the position of a mentor. 
 
In summary, these findings on the satisfactoriness towards the mentoring role serve as 
an overall evaluation of how mentors have perceived their development from 
expectations, to realizations or dissatisfaction throughout the programme. The 
development trend also informed us on the fluctuating process of development 
experienced by the mentors, depending largely on the quality of peer relationship 
gradually established over the 6 weeks. 
 
	   41	  
Figure 4.1 
 
 
 
Chapter 5: Discussion 
 
In comparison with the existing studies of the impact of peer mentoring on the 
perceived development of mentors, this study filled the literature gap in that child 
mentors’ perceptions have never been addressed in the past. This exploratory study 
revealed that the perceptions of development held by these child mentors could serve 
as important implications for further investigation. Contrary to the lack of studies 
conducted on primary school child mentors, this study has proven that child mentors 
can generate positive developments through mentoring younger children. The context 
in which this study was conducted in also provided revelations on such programmes 
to be applied into the context of Hong Kong primary schools in lower-socioeconomic 
district.  
 
In terms of academic competence, the peer-reading programme provided mentors 
with learning opportunities to engage in literacy development. Reading also connects 
the mentors with the world that they have not engaged in (Karcher, 2008a), while 
prosocial interactions with the mentees encourage mentors to share their wealth of 
experiences, despite the narrow age-gap. New learning for the mentors were also 
evident as reciprocal benefits for creating learning opportunities for the mentees 
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(LaGue & Wilson, 2010). This type of pre-reading programme should be beneficial to 
the Hong Kong context, as the perceived improvement in literacy skills, 
communication skills and self-esteem reported in this study correspond with similar 
studies on primary/secondary transition (Stoltz, 2005; Leung & Choi, 2010), in which 
some of these child mentors will be facing a transition to secondary school soon.  
 
This study informs us that establishing successful peer relationship between mentors 
and mentees during peer mentoring leads to desirable development for the mentors, 
which corresponds with earlier studies on mentors’ perspective based on high school 
mentors (Karcher, 2008a). The ability of child mentors to develop connectedness and 
trust with a close-age peer has also enlightened us on the feasibility of giving peer-
mentoring role to primary children, as these child mentors appear to display sufficient 
maturity and sense of responsibility to uphold the mentoring role (Knowles & 
Parsons, 2009). More sophisticated ability in moral reasoning and empathy were also 
observed in these young children, which were expected from older mentors (Ikard, 
2001). This empowerment of authority and control over a younger child has also 
evoked enhancement of self-esteem and practice of patience for the mentors. In 
general, majority of the child mentors have expressed satisfaction in the role of 
mentor, and this implies that this form of peer mentoring programme does hold a 
significant value for students receiving education in an underprivileged background. 
Finally, this study allowed us to reflect on how schools could put underprivileged 
students together in the same learning context to affect each other positively, in spite 
of the lack of learning resources. 
 
Despite the positives identified in the findings of this study, child mentors’ 
relationship with the mentees were also observed to be susceptible to durational 
factors, such as irregularities between sessions or abrupt termination. Mentoring 
overly defiant mentees were also perceived to evoke adverse effects. These findings 
address the inquiry gap of whether peer mentoring could inflict negative development 
to the child mentors.  
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Chapter 6: Conclusion 
 
6.1 Implications for further studies 
In this study, I have examined the literature gaps on the perception of peer mentors in 
peer mentoring programme conducted in school of underprivileged context. Although 
the findings have addressed the research question in the previous section, there are 
rooms for further studies. The current study informed us from the perspective of child 
mentors on their own development in peer mentoring, which enlightens us on how 
children in the Key Stage 2 serve as mentors to younger children in Key Stage 1. It 
revealed how these child mentors developed in academic competence, social 
interactional ability, sense of responsibility and patience. The successful 
implementation of this peer-mentoring programme in a local primary school in Hong 
Kong also indicated that similar programmes are feasible measures in the local 
context, as students have generally responded positively. The choice of school in an 
underprivileged background for the implementation of this study also provided 
reference value for similar schools to draw on the findings to design programmes that 
are catered for these individual schools’ needs.   
 
Nonetheless, this study did identify some negative implications that could hinder the 
development of the mentors. These iatrogenic findings could serve as an inquiry gap 
for more in-depth inquiries. Firstly, further studies could be conducted to examine the 
impact of durational factors (such as extended isolation and termination of 
relationship) on peer mentors. Although there are similar studies conducted on the 
impact of these durational factors on the peer mentees (Grossman & Rhodes’, 2002), 
none has been conducted on peer mentors, while this study has merely served to sight 
these factors as a hindrance to mentors’ development.  
 
Secondly, the current study provided glimpse on how child mentors have prospered 
from being empowered the role of control and authority over the younger children. 
This is a reveling finding in the field of self-efficacy for children at such a young age 
to display high level of responsibility and the ability to adapt to the challenge of 
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naughty mentees. More focused studies could be conducted to investigate the social 
cognitive process experienced by peer mentors in their development in self-efficacy. 
Hence, the findings in this study could provide a starting point for further in-depth 
studies on the development of self-efficacy in serving as a peer mentor at primary 
level.  
 
Lastly, the way this peer-mentoring programme is designed could also allow us to 
extend our inquiry to the perception of the mentees, as both mentors and mentees 
were participants in the reading sessions. However, data collection instruments could 
be designed to collect the views of the mentees, to understand how these younger 
children perceive their development under the guidance of close-age mentors. 
Although very few studies investigate the effective of mentors across different age-
group, a study conducted by Akos (2000) has suggested that middle school-aged 
mentors may be more effective mentors than those from high school. Therefore, a 
study targeted at mentees’ perceptions on primary level mentors could inform us on 
this unexplored field of literature.  
 
6.2 Recommendations for future implementations  
 Although this study has garnered findings that inform us on the unexplored field of 
mentors’ perception of development in peer mentoring, several factors might have 
caused mentors to be engaged in peer mentoring without a clear understanding of the 
purpose. These factors could affect the input of mentors into the programme. In view 
of this, 1) formalized training and 2) selection criteria of mentors are areas identified 
for reevaluation and reformulation for future implementations.   
 
Formalized training of mentors should be introduced into the programme to 
“minimize the negative effectives of deviancy training”, as some mentors may 
reinforce delinquencies and authority-undermining actions, which could undermine 
the integrity of participants and the programme (Dishion, McCord & Poulin, 1999). 
For example, some mentors may change the format of the reading programme into a 
discussion on video games, or some mentors may talk with other mentors instead of 
catering to their own mentees. Irresponsible behaviors such as asking mentees to read 
alone while they do their own homework would also hinder the development of 
relationship between mentors and mentees. Thus, a structure should be implemented 
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into the instructions given to mentors in the form of trainings. These training sessions 
could be conducted in addition to the sole briefing session.  These should inform 
mentors on the correct mentality in contributing to the well-being of the mentees and 
the programme. However, specific instructions will not be provided on how mentors 
conduct the mentoring sessions, so as to allow them to develop their own strategies 
and attitudes in connecting with the mentees.   
 
Furthermore, selection criteria should be set up to ensure that participants as mentors 
are committed to the peer mentoring programme. The findings in this study have 
shown that some mentors were uninspired throughout the programme, indicating that 
they had no interest in being a mentor. Although this study aims to assess the 
development of mentors, in which sighting improvements in an uninspired mentor 
would be considered a significant achievement, these mentors were observed to be 
disruptive to the proceedings of the reading sessions. Their responses on the 
questionnaires were also unconstructive. Such negative attitudes are sometimes 
contagious to the other participants, as they are role models to the mentees. Therefore, 
it is justified that the initial selection mechanism on finding mentors from the English 
ambassadors should be abolished, as these ambassadors were selected based on 
teachers’ preference. However, students’ willingness to join the programme should be 
a prerequisite to the selection criteria. Students’ participation should be voluntary 
without the election and coercion from parents and teachers. Nonetheless, students do 
not have to be extremely passionate or exhibit high academic or social competence in 
order to be selected, as the purpose of the study is to understand the mentors’ 
perceived development, instead of finding outstanding mentors for the mentees. 
Hence, the selection process serves a screening test to filter out the uninspired 
participants prompt to create chaos in the programme.  These two measures would 
hope to improve the quality of the programme and the reliability of the data collected 
from the mentors.  
 
6.3 Limitations of this study 
Several limitations were identified in this study. Firstly, the regularity of the reading 
sessions were not consistent, as school public holidays such as Christmas and New 
year holidays separated sessions in week 5 and week 6 for a prolonged period of two 
weeks. This period of isolation created inconsistency in the data collected after week 
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5, which might affect the accuracy in assessing the development of the respondents. 
Although this unintended lay off has given rise to important implications related to 
the impact of durational factors of peer mentors, the respondents may not be able to 
reflect critically on the post-mentoring questionnaire, as they might forgotten about 
some perceived feelings or thoughts from 2 weeks ago. This might necessitate the 
implementation of the same peer mentoring in the same environment but over a 
longer and uninterrupted period of time, which could serve as a validity study to the 
current one.  
 
Secondly, this small-scale study with a pool-size of 15 respondents produced findings 
that cannot and were not intended to be generalized to larger populations. However, 
the findings may be of interest to other stakeholders as a reference point for larger 
scale researches, i. e., Primary English teachers in Hong Kong, teachers in schools of 
underprivileged context.  
 
Lastly, the presence of the researcher during the reading sessions and questionnaire 
time may have affected the reliability of the data collected, as the respondents’ 
performance and questionnaire answers may have been directly or indirectly affected. 
During the reading sessions, some mentors encountered problems with decoding 
words or difficulties with naughty mentees and approached the researcher for help. 
Such interventions would affect the reliability of how these child mentors perceived 
their development. Whereas during the filling of questionnaire, some respondents 
asked the researchers to explain the questions to them, in which these explanations 
may contain suggestibility of what the researcher expects students to answer (Scullin 
& Ceci, 2001). Hence, the researcher should refrain from intervention unless in 
extreme circumstances.  
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Appendix 1: Weekly VAC Questionnaire 
 
Continuous Questionnaire:  
1. ????????????? 
My English reading ability has improved. 
 
2. ????????????? 
My English speaking ability has improved. 
 
3. ??????????? 
My communication skill has improved. 
 
4. ?????????? 
I like being a mentor. 
 
 
5. ?????????? 
I feel more confident. 
 
 
6. ?????????? 
I feel a stronger sense of responsibility.  
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Appendix 2.1: Pre-mentoring Questionnaire 
 
Pre-mentoring Questionnaire 
1.你??你?????????????? 
How is your English reading ability? Why? 
_____________________________________________________________. 
2.你??你?????????????? 
How is your English speaking ability? Why? 
_____________________________________________________________. 
3.你??你???????????? 
How is your communication skill? Why? 
_____________________________________________________________. 
4.你????????嗎? ???????? 
Do you like your role as a teacher? 
Yes / No, specify where necessary: 
_____________________________________________________________. 
5.你??你???????????嗎? ???????? 
Do you have the confidence to be a teacher?  
Yes / No, specify where necessary: 
_____________________________________________________________. 
6.你??你??????????????? ???????? 
Do you have the sense of responsibility to be a teacher? 
Yes / No, specify where necessary: 
_____________________________________________________________. 
7.你??你?????????????? ???????? 
Do you have the patience to be a teacher? 
Yes / No, specify where necessary: 
_____________________________________________________________. 
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Appendix 2.2: Post-mentoring Questionnaire 
 
Post-mentoring Questionnaire 
1. 你??你???????????步????步? 
Did your reading ability improve? How has it improved? 
_____________________________________________________________. 
2.你??你???????????步????步? 
Did your speaking ability improve? How has it improved? 
_____________________________________________________________. 
3.你??你???????????步? 
Did your communication skills improve? How has it improved? 
_____________________________________________________________. 
4.你????????嗎? ???????? 
Do you like your role as a teacher? 
Yes / No, specify where necessary: 
_____________________________________________________________. 
5. ???????你??????????? ???????? 
Are you more confident in being a teacher?  
Yes / No, specify where necessary: 
_____________________________________________________________. 
6. ???????你??????????? ???????? 
Did you find a stronger sense of responsibility being a teacher? 
Yes / No, specify where necessary: 
_____________________________________________________________. 
7. ???????你?????????? ???????? 
Did you find a stronger sense of patience being a teacher? 
Yes / No, specify where necessary: 
_____________________________________________________________. 
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Appendix 3.1: Principal consent form 
 FE22/109	  re-­‐amended	  	   	   	  Consent	  Form	  for	  School	  Principal	  	  	  THE	  UNIVERSITY	  OF	  HONG	  KONG	  Faculty	  of	  Education	  	  [4/11/2013]	  	  Dear	  Principal	  Wong,	   	  [Student	  development	  in	  primary	  school	  peer	  mentoring	  programme]	  	  As	  part	  of	  my	  B.Ed.	  degree	   I	   am	  required	   to	   conduct	  a	   small-­‐scale	   study	  of	  my	  teaching.	  This	  will	  involve	  the	  observation	  of	  the	  participating	  elder	  students	  as	  the	  focus	  of	  this	  research	  project,	  where	  I	  will	  monitor	  the	  development	  of	  these	  students	   through	   a	   mentoring	   role	   for	   younger	   children.	   The	   mentoring	  programme	  will	  be	  conducted	  twice	  a	  week,	  half	  an	  hour	  for	  each	  session,	  over	  a	  course	  of	  six	  week.	  There	  will	  be	  a	  total	  of	  15	  student	  mentors	   involved	  in	  this	  research.	   The	   elder	   students	   will	   complete	   a	   pre-­‐teaching	   questionnaire	   to	  understand	  their	  initial	  self-­‐perception	  of	  self-­‐esteem,	  language	  competence,	  and	  expectations.	  Whereas,	   a	   post-­‐teaching	  questionnaire	  will	   be	   completed	  by	   the	  student	  mentors	  at	  the	  end	  of	  the	  programme	  to	  gauge	  the	  self-­‐perceived	  change	  in	   self	   esteem,	   language	   competence	   over	   the	   course	   of	   task	   fulfillment,	   and	  fulfillment	   of	   their	   expectations.	   Throughout	   the	   programme	   there	   will	   be	   a	  weekly	   continuous	   survey	   done	   to	   keep	   track	   of	   the	   students'	   gradual	  development,	  not	  requiring	  more	  than	  5	  minutes	  to	  complete.	  The	  data	  collected	  from	   the	   questionnaires	   conducted	   prior	   to	   and	   after	   the	   research	   will	   be	  matched,	  but	  the	  identity	  of	  the	  participants	  will	  be	  kept	  confidential	  at	  all	  times,	  with	   the	   use	   of	   pseudonyms.	   The	   data	   will	   be	   collected	   in	   the	   school,	   over	   a	  course	  of	  6	  weeks.	  	  	  	  	  	  	  	  	  	  	  	  According	  to	  the	  University’s	  policy	  on	  the	  ethical	  conduct	  of	  research,	  I	  am	  writing	  to	  ask	  your	  consent	  for	  these	  procedures.	  	  I	  will	  make	  sure	  that	  the	  information	  students	  provide	  to	  me	  will	  be	  treated	  with	  the	   utmost	   confidentiality	   and	   anonymity.	   Students’	   participation	   is	   voluntary.	  They	   have	   the	   right	   not	   to	   be	   included	   in	  my	   analysis,	   and	   if	   I	   find	   out	   that	   a	  student	  does	  not	  wish	   to	  be	   included,	   I	  will	   act	  according	   to	   that	  wish	  and	  not	  include	  the	  student.	  After	  the	  research,	  I	  am	  also	  willing	  to	  explain	  the	  research	  result	   collected	   from	   the	   data,	   and	   discuss	   about	   the	   implications	   drawn	   from	  this	   research	   to	   the	   participants.	   They	   can	   also	   choose	   to	   withdraw	   from	   the	  study	  at	  any	  time	  without	  negative	  consequences.	  The	  information	  collected	  will	  only	  be	  strictly	  used	  for	  the	  dissertation	  and	  will	  be	  destroyed	  after	  the	  research	  has	  completed.	  The	  data	  collected	  will	  be	  stored	  in	  a	  well-­‐sealed	  file	  cabinet	  with	  high	   security	   lock	   to	   be	   kept	   strictly	   confidential	   at	   my	   home.	   Electronically-­‐
	   57	  
stored	  data	  will	  be	  stored	   in	  a	  password-­‐protected	  computer	  at	  my	  home	  after	  the	  completion	  of	  my	  dissertation.	  	  	  	  	  If	  you	  agree	  to	  these	  procedures,	  please	  sign	  one	  copy	  of	  this	  letter	  and	  return	  it	  to	  me.	  If	  concerns	  arise	  about	  this	  aspect	  of	  my	  work,	  please	  feel	  free	  to	  contact	  me	  (tel.	  64821934),	  or	  [Dr	  Andy	  Gao/Dissertation	  Supervisor]	  (tel.	  2857	  8239).	  If	  you	  have	  questions	  about	  your	  rights	  as	  a	  research	  participant,	  please	  contact	  the	  Human	  Research	  Ethics	  Committee	  for	  Non-­‐Clinical	  Faculties,	  HKU	  (tel.2241-­‐5267).	  	  	  	  Yours	  sincerely,	  	  Tse	  Yuk	  Choi	  Bachelor	  of	  Education	  in	  Primary	  English	  	  Faculty	  of	  Education	  The	  University	  of	  Hong	  Kong	  	  	  I	  agree	  to	  the	  procedures	  set	  out	  above	  to	  facilitate	  Tse	  Yuk	  Choi	  to	  conduct	  the	  research	  project	  in	  my	  school.	  	   	  Endorsed	  by:	   	   	   	   	   	   	   Date:	  	  	  Ms	  WONG	  	  Principal	  ABC	  Primary	  School	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Appendix 3.2.1: Parents consent form (Chinese) 
 301/1005	  
	  
	  
??????????
?
?
?啓???
?
? ????????????????? ??? ????????????
??????????????????????????????????
???????????????????????????
?
? ???????????????????????????????
??????????????????????????????????
??????????????????????????????????
??????????????????????????????????
??????????????????????????? ????????
??????????????????????????????????
??????????????????????????????????
??????????????????????????????????
??????????????????????????????????
??????????????????????????????????
??????????????????????????????????
???????????????????? ???????????????
???????????????????????????????????????
???????????????????????????????????????
??????????????????????
?
? ???
??? ?????
?
?????????????????????????????????????????????????????????????????????????????? ???????? ??????
?
?
?
??????
??????????????????????????????????????????????????????????????????????????????????????????? ?????????????????????????????????????????????????????
?	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??????????????????????????????????????????????????????????????????????????????????????????????????????????????
????????
?
?
?????????????????????????????? ????????????????? ??????????
?
???????? ???? ????? ?????????
?? ? ? ? ? ????????????
?
?
?????? ? ? ? ?
?
?????????????????????????????????????????????????????????????? ?????????? ? ?????????????? ?
?
? ??????? ??? ? ? ? ??
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Appendix 3.2.1: Parents consent form (English) 
 
300/1005 
 
Parent/Guardian Consent Form 
 
[4th November 2013] 
 
 
Dear Parents, 
 
I am Tse Yuk Choi, Bachelor of Education Primary English student, Faculty of 
Education at the University of Hong Kong. I will conduct a research project on 
“Student development in primary school peer mentoring programme” and would like 
to invite your child to participate. This research involves the observation of the 
participating elder students as the focus of this research project, where I will monitor 
the development of these students through a mentoring role for younger children. The 
mentoring programme will be conducted twice a week, half an hour for each session, 
over a course of six weeks. 
  
Students who participate in this research will be invited to complete a pre-
teaching questionnaire to understand their initial self-perception of self-esteem, 
language competence, and expectations. Also, they will be required to complete a 
post-teaching questionnaire at the end of the programme to gauge the self-perceived 
change in self esteem, language competence over the course of task fulfillment, and 
fulfillment of their expectations. Throughout the programme there will be a weekly 
continuous survey done to keep track of the their gradual development, requiring no 
more than 5 minutes to complete. The data collected from the questionnaires 
conducted prior to and after the research will be matched, but the identity of the 
participants will be kept confidential at all times, with the use of pseudonyms. The 
data will be collected in the school, over a course of 6 weeks.  
 
I will make sure that the information students provided to me will be treated with the 
utmost confidentiality and anonymity. Your child’s participation is voluntary. Your 
child have the right not to be included in my analysis, and if I find out that your child 
do not wish to be included, I will act according to that wish. After the research, I am 
also willing to explain the research result collected from the data, and discuss about 
the implications drawn from this research to the participants. Your child can also 
choose to withdraw from the study at any time without negative consequences. The 
information collected will only be strictly used for the dissertation and will be after 
research has completed. The data collected will be stored in a well-sealed file cabinet 
with high security lock to be kept strictly confidential at my home. Electronically-
stored data will be stored in a password-protected computer at home and deleted after 
the completion of my dissertation. 
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If you agree to these procedures, please sign one copy of this letter and return it to me. 
If concerns arise about this aspect of my work, please feel free to contact me (tel. 
64821934), or [Dr Andy Gao/Dissertation Supervisor] (tel. 2857 8239). If you have 
questions about your rights regarding your child as a research participant, please 
contact the Human Research Ethics Committee for Non-Clinical Faculties, HKU (tel. 
2241-5267). 
 
 
 Your help is very much appreciated. 
 
Yours sincerely, 
 
 
 
 
Tse Yuk Choi 
The University of Hong Kong 
------------------------------------------------------------------------------------------------------- 
Reply Slip 
 
Student Name:              Class:          Class No.:    
 
 
I  ** will / will not give permission   for my child to participate in the research. 
(** Please delete if inappropriate.) 
 
 
Parent Name:       
 
                                                                Parent Signature:                                 
                                                                Date:      
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Appendix 3.3.1: Students assent form (Chinese) 
?
????????????? ??????
?
?????
?
???????????
?
??????
?
???????????????????????????????
???????????
?
???????????????????????????????
??????????????????????????????????
??????????????????????????????????
??????????????????????????????????
??????????????????????????????????
??????????????????????????????????
??????????????????????????????????
??????????????????????????????????
??????????????????????????????????
??????????????????????????????????
??????????????????????????????????
??????????????????????????????????
?????????????????????????????????????
?????????????????????????????????????????
?????????????????????????????????????? ??
??????? ??????? ???????
?
?
??????????? ???????? ü?? ?? ????????
?
¨??? ???????????? ? ? ? ?????????????????????
?
???
?
???????????? ???????? ü?? ?? ????????
?
¨??? ?????????????? ? ? ?????????????????????
?
?
?
????????????????????????????????????????????????????????????
	   63	  
Appendix 3.3.1: Student assent form (English) 
 
Student	  Assent	  Form	  for	  Primary	  4	  to	  Primary	  6	  students	  	  	  THE	  UNIVERSITY	  OF	  HONG	  KONG	  	   Student	  development	  in	  primary	  school	  peer	  mentoring	  programme	  	  	  	  Dear	  Students,	  	   I	  am	  Tse	  Yuk	  Choi,	  Bachelor	  of	  Education	  Primary	  English	  student,	  Faculty	  of	  Education,	  The	  University	  of	  Hong	  Kong	  and	  am	  now	  conducting	  a	  study	  titled	  “Student	  development	  in	  primary	  school	  peer	  mentoring	  programme”.	  We	  hope	  to	  spend	  some	  time	  with	  you	  to	  let	  you	  know	  more	  about	  details	  of	  this	  project.	  	   We	  have	  obtained	  written	  consent	   from	  your	  parent/guardian	  earlier	   to	  let	  you	  join	  this	  project.	  However,	  your	  decision	  is	  also	  very	  important	  to	  us.	  	  The	  mentoring	   programme	  will	   be	   conducted	   twice	   a	   week,	   half	   an	   hour	   for	   each	  session,	  over	  a	  course	  of	  six	  weeks.	  If	  you	  agree	  to	  join	  this	  project,	  you	  will	  be	  invited	  to	  complete	  a	  pre-­‐teaching	  questionnaire	  to	  understand	  your	  initial	  self-­‐perception	  of	  self-­‐esteem,	  language	  competence,	  and	  expectations.	  Also,	  you	  will	  be	   required	   to	   complete	   a	   post-­‐teaching	   questionnaire	   at	   the	   end	   of	   the	  programme	   to	   gauge	   the	   self-­‐perceived	   change	   in	   self	   esteem,	   language	  competence	   over	   the	   course	   of	   task	   fulfillment,	   and	   fulfillment	   of	   their	  expectations.	   Throughout	   the	   programme	   there	   will	   be	   a	   weekly	   continuous	  survey	  done	  to	  keep	  track	  of	  the	  your	  gradual	  development,	  requiring	  no	  more	  than	   5	   minutes	   to	   complete.	   The	   data	   collected	   from	   the	   questionnaires	  conducted	  prior	  to	  and	  after	  the	  research	  will	  be	  matched,	  but	  the	  identity	  of	  the	  participants	  will	   be	  kept	   confidential	   at	   all	   times,	  with	   the	  use	  of	  pseudonyms.	  The	  data	  will	  be	  collected	  in	  the	  school,	  over	  a	  course	  of	  6	  weeks.	  	  	  	  I	  will	  make	  sure	  that	  the	  information	  students	  provide	  to	  me	  will	  be	  treated	  with	   the	  utmost	  confidentiality	  and	  anonymity.	  Your	  participation	   is	  voluntary.	  You	  have	  the	  right	  not	  to	  be	  included	  in	  my	  analysis,	  and	  if	  I	  find	  out	  that	  you	  do	  not	  wish	   to	   be	   included,	   I	  will	   act	   according	   to	   that	  wish	   and	  not	   include	   you.	  After	  the	  research,	  I	  am	  also	  willing	  to	  explain	  the	  research	  result	  collected	  from	  the	  data,	  and	  discuss	  about	  the	  implications	  drawn	  from	  this	  research	  with	  you.	  You	   can	   also	   choose	   to	  withdraw	   from	   the	   study	   at	   any	   time	  without	  negative	  consequences.	   The	   information	   collected	   will	   only	   be	   strictly	   used	   for	   the	  dissertation	   and	  will	   be	   destroyed	   after	   the	   research	   has	   completed.	   The	   data	  collected	  will	  be	  stored	  in	  a	  well-­‐sealed	  file	  cabinet	  with	  high	  security	  lock	  to	  be	  kept	  strictly	  confidential	  at	  my	  home.	  Electronically-­‐stored	  data	  will	  be	  stored	  in	  a	   password-­‐protected	   computer	   at	   my	   home	   and	   will	   be	   deleted	   after	   the	  completion	  of	  my	  dissertation.	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If	  you	  agree	  to	  these	  procedures,	  please	  sign	  one	  copy	  of	  this	  letter	  and	  return	  it	  to	  me.	  If	  concerns	  arise	  about	  this	  aspect	  of	  my	  work,	  please	  feel	  free	  to	  contact	  me	  (tel.	  64821934),	  or	  [Dr	  Andy	  Gao/Dissertation	  Supervisor]	  (tel.	  2857	  8239).	  If	   you	   have	   questions	   about	   your	   rights	   regarding	   your	   child	   as	   a	   research	  participant,	   please	   contact	   the	   Human	   Research	   Ethics	   Committee	   for	   Non-­‐Clinical	  Faculties,	  HKU	  (tel.	  2241-­‐5267).	  	  	  If	  you	  agree	  to	  take	  part	  in	  this	  project,	  please	  put	  a	  tick	  in	  the	  following	  box	  and	  sign	  your	  name	  besides	  it.	  	  
¨	  	  I	  agree	  to	  participate	  in	  this	  project.	  	  	   	   Signature:__________________	  	  	  
OR	  	  If	  you	  do	  not	  agree	  to	  take	  part	  in	  this	  project,	  please	  put	  a	  tick	  in	  the	  following	  box	  and	  sign	  your	  name	  besides	  it.	  	  
¨	  	  I	  do	  not	  agree	  to	  participate	  in	  this	  project.	  	  	   Signature:__________________	  	  	  	  Student	  Name:________________	  Class:	  ______________	  	  Date:_______________	  
 
